





































































































200 年の導入以来 2006 年までの  年間にわた
る「永住の家」プログラムの実施状況をみると（表
）、プログラムが実施されている県および市・区数
は  県 2 市・区、承認された計画のある県およ
び市・区数は 6 県 8 市・区、承認された計画は
0 計画、承認された計画に含まれるチュムチョン
は  チュムチョン、対象となる世帯は ,6 世
帯であり、投入された予算総額は 2 億 ,8 万バー
ツ、その内訳はチュムチョンの基盤整備補助  億











ら 2008 年までの  年間の同プログラムによる開発





















75 県 214 市・区








































































































































 世帯あたり 2. 万バーツ、②チュムチョンの再構






限が 0 万バーツ、返済期間は最長  年間で金利は







再 区 画 化（Reblocking）、 土 地 の 再 配 分（Land 









































































































る 要 望 調
査 の 実 施 
（計 22 チュ
ムチョン）
2.　 調 査 チ ー ム の 設 置 と チ ュ ム チ ョ
ン・ 家 屋 調 査 の 実 施（ 各 ネ ッ ト ワ ー ク ） 
2.2　資料作成
2.　情報収集のためのインタビュー法の研修
調査チーム（各 - 名の計  チー
ム）の研修チュムチョン・家屋
調査の実施


























 行 動 開 始 
（ 土 地 調 査




















王 室 財 産 事 務 所 所
















































































































































2 土曜に一斉清掃を実施している。200 年  月には
葬儀基金を設立した。その目的は、メンバーが死去
したときの葬儀費用の援助であり、200 年 2 月現














































の  チュムチョン計 ,8 世帯を対象とする意向調
査と基本データの集約、③先進事例の視察研修（ア






























































































































































































































































































































































































































































































































































































































































































































































の「記号の言語 a language of signs」にたいして、



































解 a notion を、人間のつくり上げた現実の一片 a 
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Primitivism in Art Criticism: Herbert Read’s 
Aesthetic Philosophy
Saburo OKADA
Primitivism is shown to be a fundamental characteristic in art criticism of H. Read. There 
are two aspects of the primitive feature in his appreciation of modern art. First, “the 
vital image”, in his view, is the most important principle of art. Art is a vital activity, 
creating the radiant images of life by an energy of senses. Secondly, it is the role of the 
artist in society“to restore the Age of Innocence”, he asserts.
Art is a tender attempt to regain the vitality, the life force itself, in our being and in 
society.


































では (1) のような、英語では (2) のような発話がな
される。
(1) ローソクを吹き消した。


























(4) I bought two books yesterday. 
(5) これはきのう丸井で買った T シャツです。
(6) This is a T-shirt I bought at Marui Department 
Store yesterday.





















次に、(5) と (6) の比較に移る。このペアの特徴は、
関係節を含んだ複文であることであり、(5) では「き
のう丸井で買った」が関係節で、後続する「T シャ
ツ」という名詞を限定修飾し、(6) では I bought at 

















得の論理的問題（the logical problem of child language 
acquisition）と呼ぶが、このことは以下の例により
確認できる。
(7) Washing machines can be dangerous.
(Crain and Lillo-Martin 1999: 16)
(8) a. an English teacher
b. 注文の多い料理店（大津 2004: 25）
(9)  What did Caesar drink nectar with? 
(10) *What did Caesar drink nectar and? 
 ((9) & (10): Fromkin et al. 2000: 14)
(11) After she ran, Jackie had a lot of money.
(12) She ran after Jackie had a lot of money.
 ((11) & (12): Crain and Lillo-Martin 1999: 20)








もそも (10) のような発話はしない。(11) と (12) は
代名詞の指示の違いを示している。(11) の she は主











を Russell (1993: 33) は register（言語使用域、言語
変種）と呼んでいる。言語使用域の主な区分として
formal と informal の区分がある。以下は Akmajian et 
al.
 (2001: 288-289) からの例であるが、(13) と (14)、
(15) と (16)、(17) と (18) の３つのペアのうち、前者
が formal な場合で、後者が informal な場合である。
(13) Would you care for some coffee?  
(14) Want some coffee?
(15) He is failing his courses, isn’t he?
(16) Failing his courses, isn’t he?
(17) You are getting pretty excited, aren’t you?


















同趣旨のことは Chomsky (1986: 27) が次のように
述べている。
(20) Linguistics, conceived as the study of I-language 
and S0, becomes part of psychology, ultimately 
biology.
このことから、言語学は（心／脳の中に実在する


















(21)  Culture is a term used by social scientists 
for a people’s whole way of life. In everyday 
conversation, the word culture may refer to 
activities in such fields as art, literature, and music. 
But to social scientists, a people’s culture consists 
of all the ideas, objects, and ways of doing things 
created by the group. Culture includes arts, beliefs, 
customs, inventions, language, technology, and 
traditions. The term civilization is similar, but it 
refers mostly to scientifically more advanced ways 
of life. A culture is any way of life, simple or 
complex.
　　Culture consists of learned ways of acting, 
feeling, and thinking, rather than biologically 
determined ways. Some simple animals act on 
the basis of information carried in their genes, the 
parts of a cell that determine inherited traits. This 
biologically inherited information even includes 
the animal’s way of obtaining food and shelter. 
But human beings can experiment, learn, and work 
out their ways of doing these things, a process that 
never ends.（The World Book Encyclopedia. 1984. 















Chomsky (1981: 32) によれば、ことばの研究すな
わち言語学の主な目標は、次の３つの問に答えるこ
とである。
(22) A. What constitutes knowledge of a language?
（言語知識とは何か。）
  B. How does such knowledge develop?
（言語知識はどのように獲得されるか。）
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生理』 対人行動研究シリーズ４. 誠信書房 .
0言語研究における７つの重要な視点
Abstract
Seven Important Views in Language Study 
Kazutaka Sasaki
    This article attempts to point out seven important views in language study for both 
linguists and people who do not know much about the scientific study of language (i.e. 
linguistics). The seven important views are as follows:
(1) Meaning and form: language primarily exists to convey a certain meaning.
(2) Language comparison: with special reference to similarities and differences between 
Japanese and English
(3) Plato’s problem: how curious language acquisition is! 
(4) The concept of register: people use a form of language considered to be appropriate 
to a particular social situation or a particular kind of subject-matter. (Russell 1993: 
33)
(5) Emotion and language: linguistics is a branch of psychology.
(6) The whole grasp of language
(7) Main goals of linguistics
    From this step-by-step argument I ensure that the presentation of these important 
views in language study leads to a clear understanding of the nature of language and 






































































































































































































































0 歳にエジプトで死ぬ（第 0 章）。
このようにほぼ 00 年に渡るヨセフの物語は、い







Be firm, my soul! Nor faint beneath
Affliction’s galling chains!
When crown’d with conscious virtue’s wreath,











































































Together, lovely innocents, grow up,
Link’d in eternal chains of brother-love!
For you manyn't Envy bear her pois'nous cup,














“Inhuman Bretheren! O unhappy father!
















Remorse, confusion, horror, fear,
Ye vultures of the guilty breast!
Now furies! Now she feels you here.










仕打ち（『創世記』第  章 8-6 節）から、飢饉の
ため穀物を得るための兄たちによるエジプト訪問
（同第 2 章 - 節）、兄弟たちに対するヨセフの詰



































画したこと（『創世記』第  章 20 節）、しかしルベ
ンが兄弟を殺してはいけない、血を流してはいけな
いと言い、ただ穴に投げ入れることを提案したこと
（同書第  章 2-22 節）、穴に投げ入れたのち、通
りかかった商人に銀 20 シケルでヨセフを売ったこ



















































Thou deign'st call thy servant 'son'.
And O, methinks, my Lord I see,
With an amazing semblance shown,
My father's image stamp'd on thee.
Thee, therefore, I would father call;
But the similitude of face
Is not enough ­ the soul is all;





























Ah Jealousy, thou Pelican, 
That prey'st upon thy parent's bleeding heart!
Though born of love, love's greatest bane.














































































































Pardon my groundless jealousy ­ I fear'd
You now to Benjamin might be perfidious,


















































































































































































































































































































１．Winton Dean, Handel's Dramatic Oratorios and 
Masques (Oxford University Press, 1959) pp.8.
２．Christopher Hogwood, Handel  (Thames and 
Hudson,1985)
３．三澤寿喜『ヘンデル』(音楽之友社, 200)　




５．Robert King, English Pamphlet of the CD Handel 
Joseph and His Bretheren (Hyperion, 1996) p.7.
６．テクストには『口語訳聖書』(日本聖書協会, 
) を使用した。以下同じ。
７．テクストは Robert King, Op. cit. 以下同じ。
８．Robert King, Op. cit., p.11.
９．Winton Dean, Op. cit., P.398.
0．Winton Dean, Ibid., p.398.
ヘンデル『ヨセフとその兄弟たち』における詩と音楽
6 高　際　澄　雄
Poetry and Music in Handel's Joseph and His Bretheren
Sumio Takagiwa
Abstract
   There are two opposite evaluations of Handel's oratorio, Joseph and His Bretheren. 
Winton Dean regards the oratorio as a failure, because the author of the libretto, John 
Miller, had unbalanced personality, and he could not write, as Dean claims, a proper 
libretto. Christopher Hogwood and Toshiki Misawa seem to hold similar opinions, while 
Robert King writes it is a masterpiece, and Donald Burrows points out the merits of the 
work.
   By comparing the original story in Genesis and Miller's libretto, it is found that Miller 
wrote a good adaptation, and the comparison between the libretto and Handel's music 
makes us appreciate the real achievement of the work: expression of deep religious 
feelings at the time of difficulty. Dean's evaluation seems to depend too much upon 



























































に行われている（Zuckerman & Larrance, ）。
しかし，表情と文脈情報 ( 例えば，状況，相手との
関係など ) との関係について検討した研究の数は非
常に限定されている（Fernandez-Dols & Carroll, 
）。さらに，先行研究の多くでは，比較するべ
き情報の定義が十分になされていないなどの重大な











































































































































的にした先行研究 ( 中村，200b) のデータの一部を，
実験参加者ごとに再分析した。
４．１　方法






オ録画したもので，快 ･ 中性 ･ 不快を表す３種類を
予備調査によって選んだ。快・中性・不快のそれぞ
れに２名を割り当てたので，合計 6 の表出シーン

















































































効果 平均 SD 歪度 尖度 最小値 最大値
表出 0.66 0.2 0.2 -0.0 0.080 .20 
























Ekman ら (Ekman & Friesen, 6) によって表示
規則という概念が提唱されてから 0 年になるが，
近年になり組織的な検討が報告されるようになっ




必要性を主張し，表示規則査定項目 (Display Rule 
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An Exploratory Examination on the Individual 
Differences of the Dependency on Expressions in 
the Judgment of Emotions
Makoto Nakamura
Abstract
In the present paper, the studies focusing on the relative importance of expressions and 
contextual information in the judgment of emotion were reviewed.  Multilevel modeling 
was then applied to the analysis of the individual differences of the relative dependency 
on a specific source of information (expressions versus contexts) in emotion judgments. 
It was found that the participant individuals generally depend on expressions in emotion 
judgments.  The individual differences were also found in the relative dependency on 
expressions in emotion judgments.  The results were discussed in terms of the possible 
relationships between these individual differences and other differences found in the 




Feminist Theory and the Practice of Female 
Genital Mutilation (FGM)
Barbara S. Morrison, Ph.D.
Introduction
Feminist theorists over the past 30 years, while 
rejecting any sort of univocal trajectory in coming to 
“grips” with constructions of the body as a site for 
material and social practice in culture and literature, 
have generated and embraced a pluralization of bodies of 
knowledge concerning the female body.  Among these 
pluralizations of bodies of knowledge, as theorized by 
post-structuralist theoretical feminists such as Helene 
Cixous, Luce Irigaray and Julia Kristeva, and by 
feminists of the Anglo-American tradition such as Martha 
Nussbaum and Judith Butler, the body is read consistently 
as a symbolic/semiotic construct. The trajectory of all 
of these feminist scholars is adumbrated and permeated 
with the specter of Gayatri Spivak, a scholar whose 
own contributions are vested throughout the theoretical 
scaffolding of these prolific feminist thinkers.  Spivak 
(as a feminist deconstructionist) is relentless in her 
questioning of hegemonic forms of discourse – a 
hegemony that she interrogates on a global scale.  
In questioning hegemonic forms of discourse and 
their impact on constructions of the body, Spivak raises 
the issue of female genital mutilation (FGM) – a global 
cultural practice that, according to the World Health 
Organization, mutilates between 100 and 140 million 
girls and women the world over and continues to affect 
more than 3 million women each year.  FGM is the direct 
result of a particular hegemonic discourse wherein the 
body, especially with regard to sites on those bodies 
that are mapped as sources of pleasure, is construed as a 
challenge to the phallic economy.  Perceived as a threat 
to that hegemonic discursive field, these female bodies 
(here I will focus on a specifically female body), and the 
sites they maintain are systematically damaged, mutilated 
and/or destroyed.
Feminist Scholarship on the Body 
Investigations regarding the body as symbolic/semiotic 
construct were, one might argue, inaugurated (in what 
would appear to be an oblique fashion) by the debut 
of Spivak’s introduction and translation of Jacques 
Derrida’s On Grammatology (’74).  This move, wherein 
deconstruction found its link with feminist theory, was 
quickly followed by three French publications.  These 
three texts: The Laugh of the Medusa (’75), The Newly 
Born Woman (’75) The Sex Which is Not One (’77) - 
the first two written by Helene Cixous and the last by 
Luce Irigaray - codified a good deal of thinking through 
difference and the female body.  Cixous would go so 
far as to say that a woman’s unconscious is wholly 
different from that of a man (though women’s writing is 
accessible to certain male writers such as Jean Genet), 
and accounts, at least in part, for The Laugh of the 
Medusa’s iconic reference as a feminist manifesto. 
Irigaray agreed with Cixous in claiming that women were 
psycho-sexually different from men, and both Cixous 
and Irigaray specified and explored women’s discourse, 
not simply as a wholly different form of writing, but also 
as a means of overthrowing the hegemonic (patriarchal) 
order. From Cixous’s perspective writing was vulvo-
morphic in establishing a syntax that lay beyond the 
binary of (historically male) representational discourse. 
Irigaray considered female writing as labialinguistic 
in so far as women’s writing seeks the interiority of a 
specifically female entry onto plenitude and excess.  Both 
writers sought to queer discourse on the female body; 
appropriating and harnessing its power (in difference) for 
their own feminist ends.
Discourse in, on, and around the body gathered 
momentum in the 1970’s through a decidedly gendered 
frame with post-structuralist theoretical feminists such 
as Cixous and Irigaray, but the decade of the 1980’s took 
a different turn, and feminist theorizing of the body was 
taken up by scholars such as Nussbaum and Kristeva, 
the former of the Anglo-American school of feminism, 
the latter also regarded as a post-structural theoretical 
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feminist.  Nussbaum and Kristeva explored discourse, 
not as restricted to the female gender per se, but as open 
to men and women alike.  Nussbaum’s investigations 
into constructions of the body are grounded on the work 
of ancient Greek philosophers, particularly Aristotle.  In 
her earlier work, De Motu Animalus (’78) she explored 
Aristotelian thought and Aristotle’s notions of desire 
and hylomorphics (the dynamics of ‘pneuma’ which he 
thought were functionally embedded in matter) as well as 
her notion of unified awareness (wherein one’s embodied 
perceptions of the world, be it through imagination, 
bodily sensations, irrational/rational encounters, etc., 
must be taken into consideration to account for empirical 
data).  
Nussbaum’s Aristotelian investigations were followed 
by a series of works in the 1980’s (Fragility of Goodness 
(’86), Love’s Knowledge (’90), Therapy of Desire (’
94) wherein she explored the nexus of desire, the body 
and ethical action, and how works of literature (Henry 
James, Charles Dickens, etc) could be read as sites for 
one’s own exploration of ethical issues within the body 
of the text (whether male or female).  Kristeva was also 
publishing during the 1980’s, and her Desire in Language 
(’80), Powers of Horror (’82) and Revolution in Poetic 
Language (’84) demonstrate her inquiry into the language 
of the maternal ‘chora,’ a pre-oedipal language that (for 
Kristeva) exists in the semiotic realm – before the onset 
of representation in the language of the father, and known 
in Lacanian terms as the language of the symbolic. 
Kristeva’s investigations took her to Lautreamont (Isidore 
Lucien Ducasse), Stephane Mallarme, and James Joyce 
whose works she applauded and held as exemplary 
of a maternal, semiotic language characteristic of the 
pre-oedipal stage.  For Kristeva, the semiotic (as a 
trans-signified emotive language) is experienced and 
recoverable for both men and women as found in the 
play of hand gestures, zoosemiotics (animal talk), music, 
silence, and poetry.  
Butler wrote prolifically during 1990’s and sits atop 
this triangular sketch for the development of feminist 
critical theory.  In her works, beginning with Gender 
Trouble (’90) followed by Bodies that Matter (’93) 
and The Psychic Life of Power (’97), Butler figured 
the material body as that of a discursive body.  Her 
claim took her into the materiality of the body and to a 
position (always under negotiation) wherein the body 
is not bounded form, but a site of constantly changing 
boundaries in which discourse is always embedded.  For 
Butler, materiality as sign serves to deploy discourse as 
both constraint and opportunity.
Over the past three decades it would seem that 
discourse on, in and around the site of the material body 
has become more self aware of its own constructs, its 
own embeddedness in discursivity and the self-reflexivity 
of a feminist project. While post-structural theoretical 
feminist criticism has been criticized (see Jane Gallop in 
particular) for its move to incorporate essentialist notions 
of the female (not every female finds their jouissance 
and their enjoyment in the figure of their bodies, and l’
ecriture feminine may be no more instinctual than the act 
of writing itself), nonetheless, as a lens and as a partial 
view, the writings of post-structural theoretical feminists 
are useful in understanding the theoretical moves inherent 
in discoursing on the body.  Spivak, whose early work 
stood at the inception of feminist thinking, continues in 
Other Worlds (’88) and in her article on the subaltern 
among others, to think through the body as a site for 
cultural practice, and continues to remind readers that, in 
opening up queries into discourse of the body, we must 
not rest with a reversal of the hegemony of the binary, 
but must always enact a displacement so as not to ascend 
to the position of the hegemonic – the very position that 
the feminist project seeks to derail in the first place. 
Feminist Theory, Clitoral Economy and Female 
Genital Mutilation
 In Other Worlds (’88) Spivak brings up the notion 
of female genital mutilation in the context of her 
conversation with a graduate student who refers to 
the practice as that of a ‘female vasectomy.’ Thinking 
through the (specifically) female body is an exercise 
wherein this symmetry of male and female bodies is 
called into question – in the first place, because the 
clitoris is referred to (in this symmetry) as a penis, which 
clearly, it is not. The clitoris is not functionally a part 
of the reproductive process of the female body (as in 
the case of a penis).  The clitoris is a site for pleasure 
– pure pleasure, and its removal does not compromise 
the reproductivity of the female, but serves, not only to 
create pain in the female body through its removal, but 
also to permanently obliterate one of the sites for pleasure 
that constitutes that female body. In certain discursive 
communities this (tiny, invisible) piece of anatomy 
is vested with so much power in symbolic/semiotic 
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constructions of the female body that its presence must 
be systematically removed from the bodies of 3 million 
women every year (World Health Organization).
As such, and in thinking through academic feminist 
concerns, the clitoris in these discursive communities is 
‘read’ (by men and women) as a threat to the hegemonic, 
phallic economy.  Spivak uses the site of the clitoris as a 
point for her departure in her ruminations on the failure 
of Karl Marx to take into account the presence of a 
‘surplus economy ’ (pleasure in terms of discourse on the 
body) in the form of housework or ‘women’s work.’  Lest 
one imagine that these notions of the valueless nature of 
house work are the result of old-fashioned, “primitive” 
thinking; witness the (perhaps forgotten) controversy 
surrounding the figure of Martha Stewart – a woman 
in a Western, highly industrialized capitalist country 
who made her own attempts to render ‘women’s work’ 
meaningful (valuable) in a Western capitalist economy 
and, as a result, made a (very) noticeable fortune 
implicating women in the value of house work.  I recall 
a cartoon in 2004 that represents Stewart with her hair in 
disarray and an alligator clutched under her arm.  Cixous, 
perhaps, would not miss the reference to Medusa (snakes 
now replaced by alligator) and to the representation of a 
phallic female who is so inconceivable (in making house 
work valuable in a phallic economy, Marxist or not) 
that she is represented as monstrous, and subsequently 
removed form circulation (imprisoned). 
Spivak notes that Marx fails in his theorizing to take 
into account the value of women’s work - including, but 
not limited to, the birthing and raising children, as well 
as the reproductive power of the womb.  In exploring 
the notion of a ‘clitoral economy’ (as a figure for surplus 
economy) Spivak serves to draw attention to the plight of 
women whose bodies are being mutilated in a social text 
where sign systems (discourse on the body and discourse 
on marriage) are being contested.  That the clitoris is 
‘valuable’ is not ‘readable’ in certain social texts, and this 
unreadability of a surplus economy is not limited to the 
landscape of the African continent, but is symptomatic of 
thinking through the female body as a transnational site.  
Female Genital Mutilation (FGM)
The practice of disfiguring the female body and 
destroying sites of pleasure as mapped onto that body 
occur all over the world, but are most commonly 
practiced in areas of Africa, the Middle East and in 
parts of Malaysia and Indonesia.  These mutilations are 
classified as Types I - IV (United Nations Office for the 
Coordination of Humanitarian Affairs).  Type I, also 
referred to as clitoridectomy (the subject of Spivak’
s discussions), involves the excision or removal of the 
clitoral hood, with or without removal of all or a part 
of the clitoris.  Type II, also commonly referred to as 
excision, involves the excision or removal of the clitoris, 
in addition to part or all of the labia minora (the inner 
vaginal lips).  Type III is referred to as infibulation 
and is also known as pharaonic circumcision.  Type III 
involves the excision or removal of part or all of the 
external genitalia (clitoris, labia minora and labia majora) 
followed by a stitching or narrowing of the vaginal 
opening, leaving a very small opening about the size of a 
matchstick that allows for the restricted flow of urine and 
menstrual blood. Type IV, also referred to as introcision, 
is a general category for FGM and involves any picking, 
piercing or incision of the clitoris an/or labia, including, 
but not limited to, the burning or cauterization of the 
clitoris and surrounding tissue, the scraping or cutting of 
the vagina or the vaginal orifice, stretching of the clitoris 
and/or labia, as well as the introduction of corrosive 
substances in to the vagina to cause bleeding or the 
introduction of herbs into the vagina to tighten or narrow 
the aperture.  As a general observation, it would seem 
that the majority of all forms of FGM involve, at the very 
least, the mutilation and/or removal of the clitoris (Type 
I).
Type III is extremely severe and, after mutilation, the 
young women’s (in most cases female children) legs are 
bound for approximately a month in order to allow for 
the formation of scar tissue across the genital area.  The 
development of scar tissue creates a barrier or a “chastity 
belt of skin and scar tissue” that prevents any access 
across the body periphery with the exception of the 
minimal passage of urinary and menstrual fluids (Hanny 
Lightfoot-Klein ’94). According to the United Nations 
Office for the Coordination of Humanitarian Affairs, 85% 
of female genital mutilation consists in Type I and Type 
II operations.  Type III is common in Somalia, Sudan 
and in parts of Egypt, Ethiopia, Kenya, Mali, Mauritania, 
Niger, Nigeria and Senegal. 
Type II and Type III forms of genital mutilation not 
only involve the removal of the clitoris, but, to varying 
degrees, all external genitalia involved in the production 
of pleasure.  Neither Type II nor Type III expressly 
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inhibit reproduction, though Type III renders the female 
body incapable of insemination or reproduction (if 
these women have not died as a result of  Type I – III 
procedures or been rendered sterile) without more cutting 
to enable intercourse and birth.  Under the sorts of phallic 
economies that sanction FGM, women and children who 
have undergone Type III FGM are infibulated before 
marriage, cut to allow for sexual relations after marriage, 
re-infibulated to await childbirth and re-cut when the 
child has been weaned in order to allow for further sexual 
relations.  This painful and horrendous process of cutting 
and re-cutting (policing the womb) is repeated so long 
as the woman seeks to bear children – the only role she 
is allowed to fill in these rigid gender-based societies 
(Lightfoot-Klein ‘89).
FGM is at the nexus of a highly complex series of 
cultural and discursive practices in which female and 
male bodies that remain intact in these discursive fields 
are marked as incapable of controlling (the surplus 
of) their desire.  Dominance in this discursive field is 
mandated as the regulation of excess (desire) and is 
exerted by the ability to inflict pain upon the female 
bodies perceived as generating this surplus.  In the highly 
gendered societies such as Sudan where FGM occurs, 
female bodies are prohibited from showing any form of 
pleasure (excess/surplus) during sex, as the woman must 
remain “like a block of wood and participate in no way 
whatsoever. She must exhibit this unnatural immobility, 
for her being sexually active would be regarded as ‘being 
like an animal.’ Only such immobility will enable her 
to manifest the demands of modesty imposed upon her” 
(ibid).  In these ideological structures modesty is the 
outward display of an internalized repudiation of excess. 
Desire, and the sites that constitute the performance of 
desire on the female body, whether genital or otherwise, 
are construed as outside/unregulated and uncontrolled 
through the economy of this ideological regime, and are 
therefore read as an excess that must be policed by men 
(over women) and women (over themselves).
One of the most frustrating dynamics of these 
hegemonic fields and the dynamics that characterize 
their discursive structures is the remarkable degree 
of subjection experienced by men and women who 
participate in these regimes – as indicated by the degree 
to which victims are complicit with the demands of their 
aggressors.  Ceremonial cuttings and surgical operations 
to insure FGM are most often plotted by women elders 
(the grandmothers).  Among the populations in which 
FGM is practiced the notion of a woman who has 
not undergone some form of FGM is quite literally 
inconceivable.  The epistemological invisibility of an 
intact, reasonable (in the theatre of desire) female body 
is a reminder of the power that these symbolic/semiotic 
constructions have over the hearts and minds of the men 
and women who inhabit these ideological structures. 
Should an intact female body appear in these discursive 
fields, her body marks her as slave, prostitute, outcaste, 
and/ or as unclean/ unworthy of continuing in the family 
lineage; i.e. participating in any recognized societal 
structures.  The female body, as represented in these sorts 
of discursive fields, runs a risk to her safety and well- 
being in not undergoing some form of FGM.   
It is women themselves who most often perform FGM 
on other women.  A woman who has not undergone 
some form of FGM cannot secure her value in society 
by securing a bride price for her family.  No family who 
participates in these discursive structures will pay a 
bride price for a woman who has not undergone FGM, 
as FGM is construed as a means of policing the female 
body in order to assure that she remains “clean” and/or 
“pure” (Lightfoot-Klein, ‘89).  Celibacy is valuable in 
this discursive framework for it would seem that as long 
as a woman is marked with a lack of desire (through 
FGM), she will be desired.  A woman who undergoes 
Type III FGM (infibulation), in which the opening to the 
vulva is closed, will be prevented from experiencing any 
form of penetration (sex) before the bride price has been 
secured for her intact (and mutilated) body.  Neither men 
nor women of these discursive communities can conceive 
of an intact (whole) female body rendering meaningful 
contributions to their societies, and as such, both sexes 
are complicit in concluding that what has been performed 
upon their bodies and the bodies of their loved ones has 
been necessary, is to their personal benefit, and must be 
continued at all costs. 
Conclusion
That there is ‘value’ in pure pleasure is a notion that 
is having an impact on cultural studies as scholars are 
beginning to incorporate into their intellectual apparatus 
the notion that pleasure is not to be devalued as that 
which animates the (inert/dumb) material body and which 
is therefore uncontrollable, in excess, and unable to be re-
cognized and measured for ‘use’.  The practice of FGM is 
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a call to Western (academic) feminists (men and women) 
not only to halt the practice of FGM, but to continue to 
‘think through’ (a discoursing on) the body in order to 
provide some resolution to the issue of a women’s right 
to pleasure.  That a woman’s clitoris and other genital 
apparati are (figured as) justifiably removable because 
these sites signify a threat to the hegemony through 
which reproduction is sanctioned to occur constitutes 
a site for negotiation, not a site from which to exercise 
another form of hegemony.
These same sites of pleasure in question hold the 
potential to draw men and women away from the 
bonds of a hegemonic, phallic economy and as such, 
operate as both constraint (FGM) and opportunity (to 
redefine discursive fields and re-cognize constructions 
of an unmutilated female body from trouble maker to 
contributor.)  Efforts to prohibit FGM (exerting another 
form of hegemonic discourse) have only served to drive 
the practice further into secrecy and/or to mandate 
cutting young women at younger ages in order to avoid 
detection under increased surveillance.  Negotiation 
across (pluralization of) discursive fields has proven 
more promising – as in the creation of alternative rites of 
passage designed to respect the ideological structures of 
these discursive communities. 
For women in these discursive fields, their own 
pleasure is  unrecognized and at  the same t ime 
unacceptable, while their bodies are mutilated in order 
to remain intact. These double binds are the stuff of 
academic feminism, and are the impetus for the growth 
and trajectory of feminist theory in the first place.  There 
are good reasons why some feminists are also practicing 
psychoanalysts (Kristeva and Irigaray) as the body 
figures so importantly in the way we as human beings 
think through our being in the world.  Thinking (as well 
as acting) through the deployment of our bodies as sites 
which are embedded in discursive structures is crucial to 
re-cognizing our thinking as transnational beings.
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In the pursuit of creating practical language learning 
methodologies tailored more towards learners goals, 
needs and potential experiences in the real world, task 
based learning has been at the forefront in developing 
and promoting essential skills. Considering that the 
environment in which most language learners will be 
communicating in the future is becoming increasingly 
more intercultural and diverse, language tasks should 
reflect this by focusing on developing the skills required 
for navigating and understanding these new and 
unfamiliar contexts.
Although intercultural communicative competence 
has been considered an important goal of EFL for some 
time (Kramsch 1993, Byram 1997) many of the methods 
and materials used to train learners or raise cultural 
awareness, are limited in scope to learning about culture 
rather than learning from culture (Widdowson 1998). 
Materials tend to provide irrelevant and largely trivial 
snapshots of cultural knowledge and tasks and methods 
often fail to actively engage learners or promote skills 
required for negotiating meaning. According to Willis 
(1996) an appropriate classroom task is ‘a goal-oriented 
activity in which learners use language to achieve a real 
outcome.’ Willis also suggests that language use in tasks 
should reflect language use in the outside world. However, 
language use in the outside world is quite ambiguous and 
activities and tasks based on predetermined or structured 
scenarios tend to miss the nuances and subtleties of 
meaning negotiation, essential to accurate and successful 
communication. Nunan similarly states that, a task “… 
is a piece of classroom work which involves learners in 
comprehending, manipulating, producing, or interacting 
in the target language while their attention is principally 
focused on meaning rather than form” (Nunan, 1989). 
As such, according to Nunan, a language learning task 
is an activity that has a non-linguistic purpose or goal 
with a clear outcome and that uses any or all of the four 
language skills in its accomplishment by conveying 
meaning in a way that reflects real-world language use.
Although this type of task oriented approach is 
practical on a local or classroom level, the problems 
which persist center more on what exactly constitutes 
real world language use and how meaning can be 
created or negotiated through a common target language 
between people of totally different backgrounds and 
communication styles in unfamiliar contexts, where even 
basic common sense, values and perspectives are in a 
perpetual state of flux. Acquisition of these intercultural 
communication skills requires a refocusing of goals and 
ideas for communicative competence. Shehadeh (2005) 
concludes that “What is needed, therefore, is an approach 
to L2 learning and teaching that provides a context 
that activates language acquisition processes” (p.14). 
However, if such contexts are indeed constantly changing 
and unpredictable, how can they be reproduced in a 
classroom or structured language learning environment 
for the purpose of practicing tasks in order to acquire real 
world skills? 
 Widdowson (1998) asserts that learners cannot 
be rehearsed in patterns of cultural behaviour as these 
are too unpredictable and cannot be reproduced in the 
classroom. However he also suggests that the classroom 
context is a community with its own cultural reality and 
conventions and that this offers a unique environment 
in which language and culture are not just learned but 
learned from. Tasks more representative of the real 
world can then be integrated into the classroom as a 
methodology which will
 . . . provide for communicative competence 
by functional investment. Engaging the learners in 
problem-solving tasks as purposeful activities but 
without the rehearsal requirement that they should 
be realistic or 'authentic' as natural social behaviour. 
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These tasks should then be systematically linked 
to the things learners need to do in the real world, 
incorporate what we know about the nature of 
successful communication, and embody what 
we know about second language acquisition 
(Widdowson,1987).
 Similarly Bygate (1987) suggests that through 
oral interaction routines or tasks, such as an interview 
or a dinner party, in which participants are constantly 
negotiating meaning, learners are able to practice skills 
such as evaluation, explanation, justification, predication, 
and generally learn how to manage interaction in terms of 
who is to say what, to whom, when and about what. 
Addressing the lack of a clear intercultural 
pedagogy, Byram (1997) proposed that “…learners need 
to see their role not as imitators of native speakers but 
as social actors engaging with other social actors in a 
particular kind of communication and interaction which 
is different from that between native speakers” (Byram, 
1997). Byram’s model provides that the ultimate goal 
of language teaching should not be a native speaker but 
an intercultural speaker. In addressing the requirements 
for an intercultural speaker, Byram (1997) proposed a 
comprehensive model of intercultural communicative 
competence geared towards developing both culture-
specific and general knowledge and skills for learning 
about, becoming involved in and successfully negotiating 
intercultural communicative interactions. This model 
consisted of five “Savoirs”, essentially a combination 
of knowledge and skills needed to be an intercultural 
speaker and participate in communication in any context, 
which Byram categorised as follows:
1) Skills (savoir comprendre) skills of interpreting 
and relating
2) Knowledge (savoirs) understanding of self and 
other; of interaction both individual and societal
3) Education (savoir s’engager) political and critical 
cultural awareness education
4) Abilities (savoir apprendre/faire) ability to discover 
and/or interact
5) Attitudes (savoir être) relativising self valuing 
otherness and  overall reflection
In order to put this into practice and prompt learners 
to acquire this range of real world skills needed for 
negotiating meaning and communicating in ambiguous, 
unfamiliar and evolving environments, a critical and 
autonomous task based approach is required. Applying 
an ethnographic methodology using a form of participant 
observation and critical inquiry (outlined by Spradley 
1979, see description on page 5), learners are able to 
engage real world language and culture, pursue relevant 
and meaningful goals and develop communication 
skills and strategies such as critical thinking, evaluation, 
flexibility and tolerance for differences that will prepare 
them to communicate at an intercultural level. The 
following sections describe a task based approach to 
developing intercultural communicative competence and 
an increased sense of cultural awareness, incorporating 
Byram’s “Savoirs” as part of a basic EFL training 
curriculum.
Context  
The ethnography project as depicted in the 
following, was inspired by Roberts, Byram, Barro, Jordan 
and Street. (2000) Language Learners as Ethnographers, 
but designed to be carried out entirely in the target 
language and more easily adapted to accommodate 
various, levels, contexts, class sizes, environments 
or purposes. The flexible nature of these intercultural 
communication activities stems from the fact that they 
incorporate tasks in which differences are not obstacles to 
be overcome; rather used as valuable resources to explore 
and understand communication styles and culture. Much 
of any language learning context whether homogenous or 
diverse is rich with individual differences and subsequent 
curiosities which form the basis for ethnographic 
research as well as an impetus for communication. 
Moreover these differences serve as strong motivators 
and incentives to engage the learner’s interests in relevant 
communication tasks and activities. If learners can 
harness the target language to meet the basic needs they 
have for communication with their peers then substantial 
progress towards competence will likely follow. The 
initial context in which this project was tested consisted 
of five different classes of Japanese University Students. 
The class sizes ranged from 15 to 80 students. Each class 
met once per week for 90 minutes and varied in terms of 
goals, structure and methodology. The classes included 
a Basic English Conversation class in which the focus 
was on developing fundamental speaking and listening 
skills, a more advanced Research English class geared 
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towards more structural aspects of language as well 
as skills required for inquiry such as critical thinking, 
organization, analysis and interpretation, an intermediate 
level content based class on comparative culture in which 
exploring and learning about cultural differences in 
English was the primary goal.
Curriculum, Tasks, Materials 
As an introduction to ethnographic methodology, 
students are given some basic explanation, readings and 
practice exercises based on materials and ideas from 
James Spradley’s The Ethnographic Interview (1979) and 
Participant Observation (1980). These exercises include 
a brief synopsis of what ethnographic research entails, 
how it is conducted, how conclusions are reached and 
how results are interpreted. The process of triangulation, 
which involves viewing some social phenomena at three 
separate occasions, from three different perspectives 
and using varied techniques or measurements in order 
to obtain a more objective and unbiased interpretation is 
particularly relevant at this stage. It is important here to 
explain to students that their conclusions are flexible and 
open to interpretation, re-evaluation and modification, 
and are not so much conclusions but rather detailed 
descriptions of a particular event, in a particular context, 
at a particular time and can only be used to try to better 
understand certain aspects of the community in question 
and not as an overall generalisation for the population. 
A clear understanding of this process, its limitations and 
purpose is essential to developing related intercultural 
communication skills.
Part of this introduction also involves students going 
over examples of ethnographic studies and a hypothesis 
development exercise with which to brainstorm ideas, 
speculate on causes and effects of social behaviour, 
consider the best means by which to observe or otherwise 
collect relevant data and generally develop ideas and a 
plan of action for conducting their own ethnographic 
studies (see table 1).
Essentially an ethnography, in the sense of an 
Anthropologist living amongst natives, is a portrait or 
picture of an example of human behavior or activity 
at a specific time and in a specific context. In order 
to be considered valid this type of research requires 
detailed “thick description” of events, observations and 
circumstances of data collection. An outline as provided 
for the class is as follows:
Ethnography is the process of describing 
a culture. It means creating a portrait of a 
people. Ethnography is a written description 
of a particular culture including communities, 
perspectives, people, products and practices. This 
type of research is based on information collected 
through fieldwork which usually involves a 
process known as triangulation. Triangulation is 
a way of getting accurate and unbiased data by 
using at least three different sources or methods, 
typically these are: interviews, observation, 
surveys or documents.
The goal of ethnographic research is to 
get an insider perspective and understanding of 
another way of life. Rather than studying people 
ethnography focuses on learning from them 
in order to better understand how we perceive 
others and social differences. (Spradley 1979).
There are many situations and ways in 
which ethnographic research can be done. 
In fact each one of us unconsciously does 
ethnographic research everyday. Whenever we 
enter a new environment, try something new or 
meet new people, we automatically try to get as 
much information as we can by observing the 
situation and others behavior, asking questions, 
participating, listening or reading.
Ethnographic research is a cycle with no 
real beginning or end. Since social behavior is 
unique and unpredictable it is impossible to make 
any final conclusions which can be generalized to 
all people of particular group. There are however 
some important steps which make getting started 
easier. (Spradley 1980)
1) Identify a problem, observe some 
interesting behavior, something you don’t 
understand or would like to know more about. 
2)  Create some research quest ions, 
brainstorm ideas, try to develop a hypothesis 
by identifying possible causes, reasons or 
explanations for what you have observed.
3) Think about the best way or method to 
answer your questions or prove/test whether your 
hypothesis is true or false.
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Curriculum Goals and Tasks
After  in t roducing  the  bas ic  pr inc ip les  of 
Ethnographic research such as Spradley’s guidelines 
(above) for conducting participant observation, fieldwork 
and interviews; depending on the level and prior 
experiences learners can engage in small interview 
and brainstorming activities in which to explore the 
diversity of the classroom, practice basic skills required 
for conducting ethnographic research in the field, 
interviewing, critical analysis and interpretation. Several 
of these preliminary activities are described as follows:
Introductory Tasks Activities
Task 1: Perception and Perspective Analysis
Activity: Visual Illusions and Abstract Picture 
Interpretation
Goal: To illustrate how preconceptions influence 
our interpretation of reality, 
Procedure: Students are shown pictures of visual 
illusions as well as ambiguous and abstract images and 
asked to write a description of what they see (see figure 
1). Each picture is viewed only briefly and is followed by 
a comparison with others and a detailed explanation of 
each picture.
Rationale: We tend to see only what we expect 
or want to see, individual differences of perception and 
perspective effect how we experience reality. Stereotypes, 
generalizations and prejudices lead us to interact with the 
world in a limited way. By understanding this process 
learners are able to broaden their outlook by reevaluating 
their first impressions and initial expectations allowing 
them to become more tolerant and flexible.
Materials: Set of images large enough to be 
presented as a slideshow.
Perceptual Set – We see what we want to see. 
Often our expectations, beliefs and values influence how 
and what we perceive and as a result our reactions and 
interpretations may no be accurate. This usually results 
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Table 1: Some examples of Ethnographic activities which can be done locally include:
Phenomena Hypothesis Method
Some lunch specials are more popular than 
others
Teachers prefer rice dishes,
students prefer noodle dishes
Observation, interview
Male/female behavior between classes is 
different
men usually smoke alone, 
women talk in groups
Observation, survey
Different age groups use of mobile phones Young people use games, music, mail 
Older people  check news, weather, mail
Interview, survey
When exploring cultural behavior, brainstorm ideas by answering the following questions.
Who Who is involved? How many? What are their roles/relationships? Background information.
What What exchanges, actions and events occur? What type of communication or interaction?
Where Where does the behavior take place? What is the context and situation?
When What time, day, season does the behavior occur? What events affect or are affected by it?
Why What is the purpose of this behavior? Is it conscious, unconscious, planned or spontaneous?
How How are the actions involved related? What kind of verbal/non-verbal communication is used?
Figure 1: Ambiguous Images and Illusions
© All images are copyrighted by Al Seckel and IllusionWorks, 
Arcturus Publishing Limited 2003.
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in illusion, ethnocentrism, prejudice, stereotypes, racism, 
and discrimination. When this happens between people 
and cultures communication becomes very difficult or 
impossible.
Questions
Where do you think a person’s worldview originates?
Do you think all people of a culture share exactly the same 
worldview? Why/why not?
What do you think shapes a persons worldview?
Without lifting your pencil off the paper, connect all nine 
dots using only 4 straight lines.
Look at the pictures below and on the next page. Write down 
your impression.
What did you see? Do others agree with your interpretations?
How is it possible for individuals to look at the same picture 
and have different 
interpretations?
Task 2: Self and Group Awareness
Activity: Discovering, Exploring and Comparing 
Public and Private Identities
Goal: Determining Sub-cultures, Communities and 
Social influences
Procedure:  Students are given a series of 
questionnaires and communication tasks in which to 
explore their backgrounds and understand the influences 
in their lives as well as the factors that make them a 
unique member of their community.
Rationale: By looking inward and understanding 
the influences that shape their identity, students are able 
to understand the extent to which individual differences 
can vary and how diverse their communities really are.
Materials: Experience and Perspective Survey, 
Significant event timeline (Figure 2), group membership 
analysis, Critical Incident Interpretation (Figure 3).
Experience and Perspective Survey
Answer the following questions and compare your 
responses with others. Think about how your different 
experiences shape the person you are and how you view the 
world and others. How similar are your responses to those of 
other members in the class? 
Background
Describe your family.
What sort of things does your family do together? 
What are some important memories of your childhood? Do 
they affect your view?
Age
How old are you? 
In what ways does your age affect your outlook?
How has your world view changed as you have grown 
older?
Home
Where do you live?
Have you experienced any big moves or changes?
How does your location affect your view?
Relationships
Who are your closest friends?  
Which family members are you closest to?
Why are these people important to you? How do their 
opinions influence yours?
Travel
Where have you traveled? 
What experiences did you have during your travels? 
How have they influenced you?
Values
Describe your religious beliefs (if you have any).
What are the most important things in life?
How do these beliefs affect your outlook?
Education.
What schools did you attend when you were younger? 
Describe your teachers, classmates and education? 
How do these influence your view?
Interests
What books, television shows, movies, and other media have 
influenced your
A Task Based Approach to Raising Cultural Awareness
Figure 2: Life Experience Timeline
Figure 3: Identity and Critical Incident Activity
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worldview? How do you spend your free time? What are 
your hobbies? 
How do these affect your view?
Task 3: Exploring Core Values
Activity: Short Story Interpretation and Character 
Analysis
Goal: To gain insight into the common value and 
belief systems of a community and to understand that 
although basic values and the notion of common sense 
are largely culturally determined they cannot always be 
universally extended to each member of that community.
Procedure: Students read “The Parable” by Henry 
Holmes and Stephen Guild and rank the characters in 
order of preference. Students also provide reasons for 
their choices and make a list of each character’s strengths 
and weaknesses. In conclusion the teacher should write 
the preferences of the entire class on the board in order to 
make a group comparison and gain some perspective on 
individual differences in values. As an extra activity the 
students can discuss the role of gender and whether or not 
it would make a difference to the outcome or ranking if 
the gender of the characters was reversed.
Rationale: Students are generally surprised by 
the range of differences in the evaluation and ranking of 
basic qualities and values. Believing firmly that they are a 
member of the group it is quite an eye opener to discover 
that not all of their peers interpret actions or regard basic 
values in the same way.
Materials: 
The Parable (Alligator River)
        Mary is a woman of about twenty-one years of age. For 
several months she has been engaged to a young man named Greg. 
The problem she faces is that between her and her fiancé there lies 
a river. No ordinary river, but a deep, wide river filled with hungry 
alligators.
        Mary wonders how she can cross the river. She 
remembers Kevin, who has the only boat in the area. She then 
approaches Kevin, asking him to take her across. He replies, "Yes, 
I’ll take you across if you’ll stay with me for one week." Shocked 
at this offer, she turns to another acquaintance: Rob, and, tells him 
her story. Rob responds by saying, "Yes. Mary, I understand your 
problem, but it’s your problem, not mine." Mary decides to return 
to Kevin, and stays with him for one week Kevin then takes her 
across the river.
        Her meeting with Greg is warm. But on the evening 
before they are to be married, Mary feels she must tell Greg how 
she succeeded in getting across the river. Greg responds by saying, 
"I wouldn’t marry you if you were the last woman on earth.“
Finally, Mary turns to her friend Mark. Mark listens to her 
story and says, "Well, Mary, I don’t love you… but I will marry 
you." And that’s all we know of the story.
Analysis
1) Read the story and rank each of the 5 characters in order of your 
approval for them. (1=best, 5=worst)
2) Write a short comment for each character explaining your 
reasons for ranking.
3) In the space next to the characters names, assign qualities or 
faults which you think these people have. (kind, mean, cheerful…)
4) Compare your answers with others. How are they different? 
Why are they different?
5) What can these answers tell you about your values and those of 
others?
6) If you had to be one of the characters in the story, which would 
you be? Why?
7) Do you think your answers would be different if the roles of 
male and female characters was reversed? Why or why not?
Task 4: Participant Observation and Fieldwork 
in the Classroom
Activity: Anthropology Exercise
Goal: Practicing observation, interpretation, 
analysis and taking field notes.
Procedure: Divide the class in to three groups, 
Culture A, Culture B and a team of Anthropologists, but 
do not explain why or how you are separating them. Give 
groups A and B a simple communication or question and 
answer task or activity to complete and explain to the 
Anthropologist group that they are to observe and try to 
interpret any differences or interesting behavior. Finally, 
provide group A and group B with different, opposite 
or conflicting communication rules or guidelines which 
they must strictly adhere to. These can improvised as 
appropriate to the class but should include some obvious 
differences in communication styles such as eye contact, 
touch, personal space, gestures and other aspects of 
nonverbal communication.
Rationale: All students are under the impression 
that they are simply completing a basic communication 
exercise. Once their partners begin to act in a manner 
outside of what they consider normal, communication 
difficulties and even total failure might occur. Students 
will need to adapt quickly in order to complete the 
activity and observers will be able to witness, record and 
interpret first hand some typical difficulties characteristic 
of intercultural communication.
Materials: Instruction cards, basic question and 
answer task and a chart on which to record field notes, 
comments and reflections (Table 2).
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Upon completing these introductory activities 
students will have gained some perspective concerning 
individual differences and the existence of sub-cultures in 
their classroom community. Now that student’s curiosity 
and awareness have been raised/stimulated, they are in 
an ideal position to begin to question the basic elements 
of their culture, their common values and beliefs, and 
are therefore also ready to conduct a self-directed, local 
ethnographic study of behavior or phenomena in their 
local community. 
Task 5: Local Ethnographic Project
Goals
The primary purpose of this activity is to gain 
a better understanding of individual differences 
and a broader perspective of social interaction and 
communication on different levels by considering a basic 
aspect of culture or society and critically analyzing, 
evaluating and questioning all factors involved in the 
phenomena including the origins, reasons, participants, 
contexts, artifacts, meanings, consequences, relationships 
and perspectives. In short, students dissect an element 
of social behavior (x) isolating the variables and placing 
them under a microscope to better understand; Why does 
x happen? Does everyone do x? When? Where? With 
whom? 
Procedure
After reflection on some sample studies and review 
of the basic principles of Spradley’s observation and 
interview procedures, the ethnographic project begins 
with students brainstorming topics and developing 
research questions using the charts below. In order to 
help students visualize some of the more abstract aspects 
of cultural phenomena some guidance in determining 
significant and observable features is provided. Moran 
(2001) developed a model for categorizing cultural 
dimensions in a way that can be easily understood and 
applied to the investigation and understanding of learner’
s specific contexts. The cultural dimension diagram by 
Moran, shown in figure 4, clearly shows how simple 
elements of culture are interconnected to create a larger 
social entity. This type of deconstruction is useful 
in formulating ideas and parameters for creating an 
ethnographic study.
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Table 2: Field Note and reflection Chart
Field Notes
Write down any questions, ideas, insights or new information from your experiences exploring culture.
Language Notes/Comments
What new words, phrases, expressions and communication styles or strategies did you learn, 
use or experience?
Culture
What interesting information did you learn about identities, communities, people, actions, 
perspectives or values?
Observations
Watch your classmates and friends closely. How do they act, react, and interact differently in 
different situations?
Discoveries
What else did you find out about yourself and others?
Reflection
How do you feel about what you’ve seen, experienced and learned. 
Do you think any of these have helped or changed you?
Figure 4: Diagram of Cultural Dimensions 
Learners can use this model to analyze their own cultures 
and to visualize more concretely how the dimensions are 
interconnected as well as how the combination of influences and 
variables in their lives are unique.
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Depending on the dynamic of the class, these 
initial activities can be carried out in pairs, groups or 
independently. Most of the planning, however, should 
be completed as homework with class time being used 
mostly for receiving advice and feedback from the 
teacher. Once students have contemplated and area of 
interest, determined a viable hypothesis and formulated 
research questions, they can begin to formulate the 
logistics of their research including method of data 
collection, type of subjects and time frame for collecting 
analyzing and organizing data in order to make a formal 
report and presentation of their experience and results. 
At this point it is very important that the teacher review 
student’s plans and provide guidelines regarding subject 
matter and feasibility. It is also necessary to make it 
clear to students that they should not be intrusive in 
their fieldwork, and must respect their subject’s privacy, 
state their intentions and ask permission to use the data 
obtained.
Materials
The following flow charts in Figures 5 and 6, can be used 
to help students to brainstorm, develop and visualize their ideas, 
formulate a research plan and work out a feasible method of data 
collection.
Figure 5: Topic and Hypothesis development Chart
Figure 6: Diagram and flow chart of The Ethnographic Cycle
 Examples of Student Hypotheses & Research 
Questions
・Types of exchanges and rapport between customers 
and employees at convenience stores
・Individual differences in vulnerability and the use of 
personal space.
・Individual differences in hair touching habits in private 
and public .
・Reasons for leg and arm crossing in public spaces.
・Male/female differences in eye contact and power 
distance.
・Behavioral differences due to camera shyness.
・Differences in rule following among local and 
exchange students.
・Face touching habits of public speakers.
・An investigation of the “unnatural” right-handedness 
phenomenon in Japan.
・Degree of cell phone dependence among university 
students.
・The significance of speech acts “ooh” & “aah” 
when initiating a conversation in Japanese.
・Cross-cultural differences in expressing and displaying 
affection publicly.
・Differences and difficulties in non-verbal 
communication and intercultural communication.
・Variations in interaction between male and female 
University students.
・Exploring marriage trends the rise of “shotgun 
weddings” vs. the decline of arranged marriages. 
・English usage among young people; exploring 
Japanglish and “Garu-go”.
・Reasons for the decline in manners and the rise of 
rudeness among Japanese young people.
・A survey of bicycle safety in Japan. Exploring the 
cause and frequency of accidents.
・The acceptability of silence in conversation. Is silence 
golden or uncomfortable.
・An investigation of differences in the use of nonverbal 
communication in Rock Bands.
・Meaning, significance and trends in “pair ring” 
exchanges between young Japanese couples.
・Individual differences and preferences in brand 
selection (toothpaste).
・Variations in fashion trends and clothing preferences 




After completing their fieldwork and analyzing data, 
students should begin to process their results in a clear 
and concise way, suitable for making a presentation to 
the entire class. The extent to which students empirically 
support their findings can vary according to experience 
and other curriculum requirements. For the purpose of 
this project however, statistical significance of results was 
considered secondary to more holistic qualities such as 
overall experience, personal interpretation and reflection. 
It was more important that students were able to view 
their culture from different perspectives rather than 
establish whether their hypotheses were true or false.
The final task in this project was to create a 
PowerPoint presentation introducing the topic, describing 
results and highlighting experiences and insights for 
the purpose of stimulating discussion and reflection; 
thereby promoting critical thinking skills and raising the 
awareness of the entire group.
Each presentation was planned for 10-15 minutes 
including time for questions and discussion. Depending 
on class sizes, time restrictions and student abilities 
this can be shortened considerably to under 5 minutes 
or changed entirely to a simultaneous group poster 
presentation in which all members present their work 
interactively. The format in this case, was kept flexible 
and informal in order to encourage audience participation 
and to reduce the anxieties of the presenters. Students 
were primarily evaluated on their ability to interpret and 
reflect on the significance of their research and on their 
participation in discussions. In order to accommodate 
the different levels and goals of particular special needs 
classes, assessment criteria can be expanded to include 
more structural aspects of presentation delivery, quality 
of data collection and analysis or overall originality of 
research. However, if the curriculum goals are indeed 
raising cultural awareness and developing intercultural 
communicative competence then a more holistic 
consideration of student’s experiences is best (See 
Appendix A). Overall the results indicate that the project 
was successful in that students responded well to the 
tasks and classroom activities, comments were positive, 
research topics were creative and insightful, methods 
were innovative. The quality of discussion stimulated 
during the presentations was also high indicating that 
students were indeed able to develop a critical and more 
flexible approach to viewing their communities and 
thereby broadening their perspectives and perhaps also 
their worldview.
Reflections 
Although the Ethnographic Project does not 
duplicate the travel abroad experience it is able to 
recreate an experience of difference and diversity which 
is in essence the crux of living in a foreign community 
comfortably and being able to communicate successfully. 
In, short the analysis of student work and subsequent 
feedback, indicates that an ethnographic approach to 
developing Intercultural Communicative Competence, as 
described herein, exposing students to local differences 
and opening their eyes to the diversities at home, is the 
first step to a developing a global understanding.
Whether the learning environment is homogenous 
or diverse, there is a wealth of ethnographic information 
and opportunity for the average language learner. Every 
classroom is full of sub-cultures, micro-cultures and 
co-cultures that have nothing to do with nationality. 
All students differ in their backgrounds, memberships, 
interests, perspectives and other socio-psychological or 
affective traits. After exploring their own identities and 
perspectives, learners can turn this reflexive information 
outwards and explore differences among their peers, 
communities and social circles. Through self directed 
ethnographic research, conducting fieldwork: through 
observation, interview or survey students can delve 
deeper into everyday life bringing to the surface new 
information and understanding of differences and 
diversity at home, differences they previously ignored or 
were oblivious to. EFL educators should strive to foster 
a Meta-cultural or Ethnographic competence, in which 
learners are able to rise above their preconceptions, 
stereotypes and generalizations, in a sense transcending 
the part of their identity rooted in culture and nationality. 
Achieving such an objective and unbiased worldview is 
fundamental to communication with people of different 
backgrounds, in unfamiliar contexts using a common 
language and is both a desirable and essential part of 
intercultural communicative competence. If EFL learners 
can develop skills which allow them to become sensitive 
and aware of differences within their own communities 
then they will be better equipped to handle ambiguities 
and differences that exist elsewhere and as a result 
become much more competent communicators and well 
rounded global citizens.
A Task Based Approach to Raising Cultural Awareness
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た調査。期間は平成 6 年  月  日から  月 2 日までで、調査員







200 年  月  日現在、栃木県内の公立の小中学
校に通う外国人児童生徒は , 人で、0 年前の 
年に比べ、8 人増加している。国籍別では、ブラ








第一に、200 年  月  日現在、日本語指導を必
要とする外国人児童生徒  人のうち、8 校の拠






















































前半にかけて急増し、0 年７月約 0 万人、 年５
月には約 0 万人まで増えた。非正規者はこれをピー


































割  分～  割）は「不法就労者」であり、非正規者
全体についても同様の傾向が推察される。入管法違
反者の動向から、非正規者の低賃金化と滞在の長期
化傾向が認められる。 年以上の滞在は  年段階
では ％に満たなかったのに対し、 年には 2 割弱





















200 年  月、厚生労働省はホームレス（都市公園、
河川、道路、駅舎その他の施設を故なく起居の場所
として日常生活を営んでいる者）の全国実態調査（実
施時期は 200 年  月、200 年に次いで 2 番目）の
結果を発表した。それによると、総数は 8,6 人（男
性 6,828 人、女性 66 人、不明 ,20 人）、平均年
齢は . 歳であった。200 年第  回目の調査では、
総数 2,26 人、平均年齢は . 歳であり、総数で
6,2 人減、平均年齢で .6 歳増である。一方、厚生





































































































































































（日系 2 世や  世）と「非日系人ブラジル人」（日系























































































































































































































































































































































































































































































　Study of Co-existence with Socially Excluded Groups
TAMAKI Matsuo  
Co-existence (kyousei in Japanese) with ethnic minority groups and the people facing 
social exclusion is one of the most important social issues of our day. This paper is a 
basic discussion on co-existence. The first section provides an overview of the present 
situation of homeless street people , irregular immigrants and foreigner’s children and 
the problems they are faced. The second section reviews recent several literatures on a 
multicultural society and co-existence society. It is said that a  multicultural society is the 
society where differences in nationalities, languages and cultures are respected. However, 
discussions on multicultural society sometimes do not refer to the essential meaning of 
“respect”. The slogan of multicultural society also tends to hide the problem in social 
policy related to it. The third section gives critical discussing points to understand and 
strive for multicultural society and co-existence society. The concept of “security of life” 
and “solidarity” are examined. Also, what understanding toward socially mariginalized 
and excluded groups should be is discussed.
（2008 年６月４日受理）
